In 1998, the University of Massachusetts-Boston developed a "gateway" course for students entering its MBA program. During the following 2 years, MGT 650 evolved from a traditional organizational behavior/theory course to a team-based organizational analysis and skills course. Although the instructors of the old MGT 650 had asked students to learn theory and research about team effectiveness and required them to participate in group projects, students were given little help in mastering the skills necessary for effective team performance. As a result, many students complained vociferously in their course evaluations about the group projects, saying things like, "If I had to stay in the same group for another semester, I'd drop out of the MBA program!" The new gateway course, by contrast, focuses directly on team-building skills and overcoming barriers to team effectiveness. As a result, students' comments have become much more positive. "I liked the way the course was organized [because] it slowly made us apply what we were learning about organizations to our own groups," one student wrote. Another somewhat older student wrote that "[the course] made me reexamine a lot of my own behaviors, and made me more aware of the behavior of others." Even our international students became enthusiastic. "I want to say deep from my heart that I really love your class for offering such a different learning experience," wrote one young man, "it is a wonderful experience that I never have in our country." 
Background
In the late 1990s, the College of Management at the University of Massachusetts-Boston actively began to seek AACSB accreditation. Early in this process, the college surveyed employers and alumni, as well as current students, about their satisfaction with various aspects of the MBA program. These surveys revealed that interpersonal skills and the ability to work effectively in teams are key requisites for career advancement, confirming the findings of Porter and McKibbin's research (1988) . Thus, we were moved to follow numerous other business schools in revising our curricula to increase student experience in teams and provide specific training in team skills (Byrne, 1991; Cudd, King, & O'Hara, 1995; Foggin, 1992; Ioannou, 1995) . As the first step in this process, the Graduate Program Committee (GPC) specified several goals for student learning about groups and teams, some relating to knowledge of theory and others relating to skill development (College of Management, 1999 ).
An internal survey of one semester's coursework in our MBA program revealed that about half of our courses already were requiring students to work in project groups or teams. However, the instructors of these courses were frustrated with the students' lack of preparation for complex team work and were concerned about their own inability to intervene appropriately when a project team experienced performance difficulties. What our GPC discovered about the use of teams in our MBA courses seems to be all too typical, based on the literature. Bolton (1999) observed that most faculty who assign team projects do little or nothing to support team functioning. Bacon, Stewart, and Silver (1999) found that students learn most about team functioning and processes during their best, not their worst, team experiences. Yet, the commonly used "sink-or-swim" model of team experiences described by Bolton (1999) results in stressful and, all too often, distressing experiences for students and rarely produces real learning about how to forge high performance teams. To make matters worse, there is some evidence that part-time MBAs (the majority of our students) are even more poorly served in teamwork and team projects than full-time students (Hancock, 1998) .
It seemed clear to the College of Management faculty that a new way must be sought to meet our goals for student learning about groups and teams. The faculty responded in the Spring of 1998 by designating MGT 650, which at that time was titled Organizational Theory and Behavior, as the mandatory gateway to its MBA program. As the first course taken by all entering MBA students, MGT 650 would no longer be taught only as an organizational 416 JOURNAL OF MANAGEMENT EDUCATION / August 2002 theory/organizational behavior course. Instead, the course now would have a dual function: (a) teach key principles of organizational analysis, group process, and individual behavior, and at the same time, (b) help entering students learn the analysis, communication, and team-building skills that would be expected of them by the MBA faculty.
The organizational theory and behavior faculty in our department welcomed the challenge of teaching team-building skills in MGT 650. The OB/ OT theories taught in MGT 650 provided the necessary foundation for effective team building, and the opportunity to learn team-building skills would reinforce what students had learned about theory. We recognized, however, that our task would be made more difficult by several factors. First, nearly 60% of our students pursue the MBA part-time while they work full-time in the Boston area; the others, mostly international students, pursue their degrees full-time. To serve this largely part-time student body, courses are offered only in the evenings and on Saturdays, with almost all courses being taught by the regular faculty. Second, our students are fairly similar in age (average age of 29) and work experience (average 4 years), but they are diverse in many other ways. Half are women; half men. They have previous academic degrees in fields as diverse as art history, software engineering, nursing, journalism, philosophy, environmental studies, and marketing. Nearly 40% are international students or recent immigrants, most of whom speak English as a second language. The majority of our international students are from China, Taiwan, Japan, or India, but students also come to us from Europe, Latin America, Africa, and the Middle East. Finally, because we are a commuter university with no graduate-student housing, all of our students live off campus and some commute more than an hour to and from campus.
Conscious of the diversity of our student body as well as the complexity of the task we had undertaken, we tried throughout the redesign of the new gateway course to listen carefully to our students and to learn from their experiences in the course. Their feedback and advice has been actively solicited and has come to us by means of informal conversations, evaluations of specific learning experiences, papers analyzing experiences of individuals in their teams, anonymous written comments on course evaluations, and suggestions from course teaching assistants who are MGT 650 alumni. Based on these and other forms of feedback from students, we have developed a rich array of materials and structured experiences that are enabling our students to acquire skills essential to the creation of effectively functioning teams. 
Drawing Up a New Approach: The First Stage
One of the goals of the gateway course was to help students acquire the skills that might enable them to transform their MGT 650 "groups" into "teams" and, eventually, to transfer their learning about this process into team-building experiences in other settings inside and outside the MBA program. We realized that achieving this goal would likely take several semesters and eventually would necessitate involving other MBA faculty, helping them learn how to reinforce student learning about teams in their own courses and projects. We began by designing methods to create and evaluate teams, selecting course materials, and generating course assignments.
CREATING AND EVALUATING GROUPS
We decided that by the 3rd week of the semester, the instructors would form groups of 4 to 5 students from among the approximately 30 students enrolled in each of three course sections. In so doing, our goal was to create groups that would be diverse in occupation, gender, and ethnicity, reflecting the increasing trend in "real world" organizations as discussed in Watson, Johnson, and Merritt (1998) . At the same time, we needed to bring together students who had told us they were available to meet on specific evenings or weekend days. We knew from past experience that we had to give careful attention to part-time student schedules in forming groups because each group would find it necessary to meet each week outside of classes. Many of our students have family responsibilities and most work full-time in the Boston area. Their lives are very tightly scheduled. At this point, we paid more attention to their schedules than to the impact of diversity on team performance.
We also had to make decisions before the semester began about how we would evaluate our students'work. On one hand, we wanted these new MBAs to have a good sense of the quality of their own individual performance. But rewarding only individual performance would be as counterproductive for classroom groups as it is in real organizations seeking to promote team-based performance (Kerr, 1995; McKenzie & Lee, 1998) . It would be necessary to create a reward system that would support the kind of interdependence of team members that we hoped to foster. Balancing these two considerations, we decided to have the team products account for 40% of a student's final course grade (with each student in the team receiving the same grade), whereas the individual products and class participation would account for 60% of a student's grade.
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NEW COURSE MATERIALS
Our first strategic decision was to drop the use of a traditional OB/OT textbook in favor of materials recently developed at the Massachusetts Institute of Technology focused on the "organization of the future." Managing for the Future: Organizational Behavior and Processes by Ancona, Kochan, Scully, Van Maanen, and Westney (1999) introduces students to the flat, flexible, networked, diverse, and global characteristics of the new organization and explores the strategic design, political implications, and cultural implications for working in and managing in such an organization. From the teambuilding perspective, this collection of materials was attractive because students learned to see the functioning of teams in the context of each of the central organizing concepts of the text while becoming familiar with traditional concepts of group dynamics. The text also includes a Team Handbook specifically designed to support the development of project teams.
We supplemented these materials with four other documents. Each group was given a sample contract and was asked to prepare (and periodically update) a contract that would identify norms and goals for the team as well as goals for individual members. Each group also was given a rudimentary project plan. To the conceptual materials of the text, we added an article about communicating in teams and the self-scorable form of the Myers-Briggs Type Indicator.
FROM GROUP TO TEAM
Each group was given two complex tasks that required a variety of different skills: First, they were asked as a group to analyze a case and present it to the rest of the class; then, at the end of the semester, they were to produce a paper and make an oral presentation about their analysis of an actual organizational change initiative. To facilitate the transformation of groups into teams, each group was asked, a week after its formation, to complete the Team Handbook exercises in Ancona et al. (1999) and then to write a team contract. Five weeks later, each group member completed an assessment of team effectiveness. Based on this information and the results of the MyersBriggs Type Inventory, each group was then asked to produce a plan for team improvement. Finally, each student was encouraged to keep a journal about the evolution of his or her team. At the end of the semester, each student explained the strengths and weaknesses of the team's performance, described his or her own contributions to the cognitive process of the team and the relationships among team members, and identified areas for improvement. The value of these process evaluation assignments for performance improvement and skill learning, especially for culturally diverse teams, is supported by the results of longitudinal studies of teams (Watson et al., 1998; Watson, Kumar, & Michaelsen, 1993) .
Learning From Our Experience: The Second Stage
Throughout the first semester of the new gateway course, we received considerable feedback from students about our approach to teaching team building. Students appreciated the opportunity to get to know their new classmates and valued the sense of community that these relations brought; many welcomed the chance to learn from students from other cultures. Students also liked the focus of the team project, which required them to do a real world analysis while testing the utility of the concepts they had learned throughout the semester. But despite this positive feedback, we were disappointed to find that relatively little learning about team building had taken place. When asked what they had learned, far too many students responded with some version of "I learned who not to have in my group!"
STUDENT GOALS AND EXPECTATIONS
Reflecting on our first semester, we decided that we had not paid enough attention to the impact that our students' goals and expectations would have on their commitment to learning team skills. First, many students entering the program had already had unpleasant and unproductive experiences in previous classroom groups. As a result, they had learned to approach group projects with forbearance-as something to be tolerated because the instructor had required it. In the workplace, few students had experience or training in team work; what little they had often did not translate into a commitment to team performance in the classroom.
Second, most entering students were nervous about entrusting any part of their grade to someone else's performance, and many resented having to do it in MGT 650. They were accustomed to getting very good grades as undergraduates, and several had already acquired at least one advanced degree. The tension around team grades was heightened when we returned the first individual grades: Because many students did not do as well as they had expected on this individual case analysis, the upcoming team grades assumed even greater importance. Four weeks later, when they began working on the first of the two team papers, the students were confronted with another problem: how to manage a complex collective writing project when some team members were not even fully proficient in English.
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Finally, most students were shocked to discover how much time would be required by group work. Many had enrolled in the MBA program believing that they could add a couple of evening courses per semester to their already busy schedules without making major adjustments to work and family responsibilities. Once enrolled, however, the pressures of their course work began to mount, and some of these students responded by identifying their group activities as the place where they could "cut themselves some slack."
OTHER PROBLEMS
We discovered considerable variation among our entering students in their readiness to do the kind of analytical writing we expect in this course. Many of our students have been out of school for several years and, since leaving school, have worked in occupations that require relatively little writing. We also enroll a number of students each semester whose first language is not English. Many of these students lack confidence in their oral communication abilities and, for this and other reasons having to do with culture and temperament, take several weeks before they become active participants in their groups. Often these same students are not able to produce written analyses in English that are as proficient as those of the average native English writer. This situation proved frustrating for all team members, and many international students felt embarrassed and guilty about their inability to fully contribute to the work of their groups.
Other problems also became apparent during our first two semesters. Even though many of our students had amassed several years of experience in the workplace, we soon discovered that most of them had no idea how to plan and monitor progress on a project, nor did they know how to run a meeting. They also displayed little facility in confronting and resolving interpersonal problems. Typically, problems were ignored or, when that proved impossible, they were tackled in ways that proved damaging to interpersonal relations. This failure to effectively confront and resolve conflicts was exacerbated, of course, by the conviction of many students that the group experience was merely something to be survived.
Skill Training: The Third Stage
Having learned from our students that they needed additional instruction in managing meetings, designing and managing projects, coordinating collaborative writing assignments, confronting and resolving conflicts, and designing high-quality presentations, we responded by developing descriptions for five team roles that targeted these processes: meetings coach, project manager, senior editor, facilitator, and graphics and presentation manager; a sixth role, liaison to the instructor, was added to facilitate our communication with the teams. Specific duties were identified for each role based on the work that had to be done by the team during the semester. We then developed a 75-minute workshop lesson plan for each of the six roles. Each group was asked within a week of its formation to identify the persons who would carry out each of the six roles so that reading materials could be distributed in advance of the first round of workshops. The workshops were held during a portion of the scheduled team meeting time in Weeks 4 to 6 and were led either by MGT 650 instructors or teaching assistants. Only one significant problem was identified in the students'evaluations of the first set of workshops. Because there were six roles but each team usually had four or five members, students had trouble deciding how to equitably distribute the roles among team members. This problem was compounded by the fact that the roles were not equal either in their complexity or in the demands placed on the persons who were to enact them. We attempted to correct this problem by (a) dropping all references to roles in describing the workshops, (b) offering instead six "skill set" workshops, (c) inviting teams to send as many people to each workshop as they wished and could manage logistically; and then, (d) encouraging teams to design their own team roles, using as their initial point of reference the skill set descriptions posted on our Web site. Teams were encouraged to rearrange the duties described within the various skill sets until they had created the appropriate number of equitable roles for their particular team.
Key Elements of Our Approach to Team Building
Having completed our first 2 years in the development and continuous improvement of our gateway course for part-time MBA students, we have been able to identify three key components of our approach to team building. Each contributes in a significant way to helping our students acquire the skills essential to the creation of effectively functioning teams.
MANAGING STUDENT EXPECTATIONS
We now know that the very first contacts that students have with our program are critical in helping students understand and appreciate the importance of team building in the UMass Boston MBA Program. Because most prospective students first learn about the program from our MBA office, we asked our able and enthusiastic program staff to emphasize in their initial contacts with students the importance we give to the learning of team-
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building skills. Furthermore, once an admitted student actually indicates a desire to enroll, the student is urged to begin organizing their first-semester work and family commitments so that they can devote sufficient time and energy to team activities in the new Organizational Analysis and Skills course.
To help students manage their very tight schedules and to further emphasize the importance of team-based activities, our MBA program director now requires all MGT 650 students to register for a 3-hour lab associated with their course section (usually a weekday evening or a Saturday afternoon). Program staff, who register students one-on-one, tell them that this lab time will be used by each team as its regular team meeting time. Students are urged to book this time into their personal schedules just as they would a regular class session. The sanctity of the team lab time is further reinforced early in the semester when a portion of the time is used over a 3-week period to conduct the new skill workshops.
In yet another effort to shape student expectations, the program director agreed to make certain changes in the MBA program's New Student Orientation. More than an hour is devoted at orientation to explaining the goals and expectations of our gateway course. MGT 650 faculty participate in this course orientation, emphasizing that the object of group work in this course is not just to complete group projects but to gain considerable mastery in team building. A panel of MGT 650 alumni also participate. They emphasize how important team skills will be for students as they move through the MBA program and warn students that their reputations as desirable team members are being formed during this first semester.
Finally, in an effort to assure students that they all will receive essentially the same kind of instruction in team building, we have changed our course coordination practices. The faculty teaching this course now work very closely together in designing all aspects of the course. We prepare one syllabus for all course sections and jointly plan course assignments and class sessions. We also coordinate our grading practices: Each written product and oral presentation is evaluated using a jointly developed feedback form that identifies the specific criteria against which team products are being evaluated. We have created a course Web site and use it to post course materials and facilitate communication with and among teams.
ADDRESSING CHALLENGES AND OPPORTUNITIES POSED BY DIVERSITY
The diversity of our student body has proven to be a major factor in our students' efforts to build effectively functioning teams. As instructors of the new gateway course, we have had a chance to see firsthand the difficulties Tonn, Milledge / TEAM BUILDING IN AN MBA COURSE 423 that our international students and recent immigrants have in trying quickly to adjust to a new national culture and language, to a new educational system, and to the tensions and challenges of team building. As a result, we have actively encouraged our MBA office to experiment with a variety of special orientation sessions for international students. During one semester, for example, all international students participated in a 2-day session to help them become acquainted with each other and the campus and also learn what MGT 650 faculty will expect of them as participants in case analyses, role playing, and team building. In addition, MGT 650 teaching assistants are available to work with students who need extra help in writing. This extra support with communication skills during their first semester is making it possible for international students to participate more fully in all aspects of the work of their teams. Each instructor assigns students to teams during Week 2 based on a careful reading of the entering students' files and their performance in Week 1. We seek to include a mix of skills on each team as well as to achieve reasonable diversity in gender, age, ethnic background, work experience, and facility in use of English. To encourage students to learn about each others'cultures, we now require each team to have at least one informal gathering during the week immediately after the teams are formed. To further encourage students to share and begin to appreciate their diverse cultural, occupational, and academic backgrounds, we require each team in Week 3 to develop and periodically to revise a signed team contract, which includes a statement of team goals, goals for each individual member, and a set of norms by which the team agrees to operate. Teams also propose a system for dealing with deviations from team norms.
Because some of our students have had relatively little work experience and others are struggling with English language skills, we have found many students uncertain as to what knowledge and expertise they have to contribute to their teams. The skills workshops that we created last year have helped to resolve this problem. By attending these workshops, each team member acquires skills valued by the team and is able to enact these skills within a role defined by the team. Students' cognitive styles are another form of diversity that has proven to have a profound impact on team building. To help students become aware of these differences, we ask students to complete the self-scorable MyersBriggs Type Inventory and share their results within their teams. Each team prepares a paper providing a profile of each member's preferences and identifying the challenges and opportunities posed by the mix of types on their team. The issues raised in this paper, along with assessments of communication skills, trustworthiness, and team effectiveness, become the basis in Week 8 for another paper-a plan for improving the team's functioning. At the end of the semester, a week after all team activities have been completed, each team member prepares a paper analyzing the strengths and weaknesses of the team, describing the nature of his or her own contributions, and making suggestions for improvement.
SUPPORTING AND REWARDING TEAM DEVELOPMENT
We knew from our review of the literature on workplace teams that it would be important to reward students for team performance, rather than just for individual performance, if we wished them to focus their energies on improving the functioning of their teams. But our experience in the first year of this course demonstrated that some students are anxious and even resentful about the use of a team-based reward system if they believe that it will have a detrimental effect on their own grades. Since that first year, we have experimented with a variety of forms of support for teams, believing that much of these students' anxiety and resentment could be mitigated if they believed that teams were rapidly acquiring the skills necessary to produce high-quality teamwork.
Our grading policies give considerable emphasis to team activities. Team products now account for 60% of each student's grade (with each student in a team receiving the same grade), whereas individual products account for the remaining 40%. We do not formally grade the early team products. Instead, we give students detailed feedback to help them understand our standards and develop a better sense of what constitutes high-quality work. In the second half of the semester, almost all of a team's written products are graded, as is the team's final oral presentation.
To assist students in improving the performance of their teams, we use a text that includes both conceptual and skill-based materials supportive of team building. We add to this a few supplementary articles focused on interpersonal conflict resolution and effective communication. We also provide our students a variety of additional materials that we have developed ourselves to support the work of teams. One of our documents, for example, illustrates a sample team contract; another summarizes key listening, questioning, and discussion skills; another offers tips for gaining access to and working with an external organization in the semester-long team project; and yet another helps students plan the semester-long project. Finally, recognizing that many team members are reluctant for personal or cultural reasons to provide or accept feedback from others, we have begun to help students learn the difficult process of critiquing the contributions of their team members-a necessary step in improving the quality of a team's work. We also work hard to sequence assignments, encouraging team members to use the early nongraded writing assignments to prepare for the graded assignments later in the semester. This pattern of instruction is also found in our approach to helping students produce high-quality team presentations. First, we discuss with students a document that we developed about designing and delivering team presentations. Next, teams prepare two nongraded presentations in which they are encouraged to give important roles to international students and to the team's less-confident native English speakers. We urge the teams to coach these students in practice sessions and to provide them other forms of encouragement and support. After each presentation, teams receive detailed feedback from their classmates and the instructor. This has proven to be a highly effective sequence of activities for all team members.
To provide students the support they need to develop team skills, we believe that individuals and teams must have ready access to the course instructors. With the approval of our MBA program director, the maximum enrollment for each section of MGT 650 has been limited to 30 students; most sections have 20 to 25 students and include 4 to 6 teams. Having such small course sections enables us to get to know each student and to give them personal advice and warm encouragement. We also are able to be genuine resources to teams, coaching them about how to use what they are learning to solve their problems.
Finally, we developed an end-of-semester ritual that recognizes the accomplishments of the teams. At the end of the class session in which the teams make their final project presentation, we conduct a ceremony in which we present each team member with a small gift. In the first year, each student received a t-shirt emblazoned with "I survived MGT 650!"
Surveying Accomplishments and Looking Ahead
We believe that we have made substantial progress toward our goal of finding a new way in the UMass Boston MBA Program to meet our objectives for student learning about groups and teams. In doing so, we found it necessary to resolve three major issues that emerged in our efforts to help students learn to transform groups into teams: shaping student expectations, addressing the challenges and opportunities posed by the diversity of our student teams, and supporting and rewarding team development. We are also pleased to report that the college has recently been awarded AACSB accreditation, with MGT 650 and its gateway course featured prominently in our self-study reports.
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Student evaluations of this course have improved every semester since its inception. In the most recent semester for which results are available, the quantitative results for this course not only were very good but surpassed those of the department and the MBA program as a whole. In their written comments, almost every student complained about how much work was expected in this course. Nevertheless, these same students almost always are full of praise for how the course was organized and for the support they received from their instructors. Students report that the gateway course successfully introduces them to the program, increases their interest in and curiosity about organizational analysis and behavior, and improves their analysis, communication, and team skills. Most students reported learning more than they had expected. "I always enjoyed coming to class," one reported, "knowing I would learn a lot." Another commented that the course "was very challenging and has provided me with a solid foundation on which to build." And yet another seemed to sum up the views of many students, saying that the course was a "great deal of work," but there were "huge rewards."
Despite our successes, it is not yet clear how well our students are able to transfer what they have learned about team building to other MBA courses and to the workplace. Regularly, we remind our faculty colleagues in charge of other classes about the team-building focus of MGT 650; they seem eager to have students in their own classes apply the skills learned in the gateway course. We have posted our course syllabus, instructions for projects, and other materials on a course Web site, thus making them available to our faculty colleagues. In the orientation for new faculty in our department, we describe the gateway course, give new hires a copy of course materials, and suggest how they can support and build on the skills learned by students in MGT 650. We are investigating other ways that we can support our CM colleagues' efforts to reinforce team skills. We are pleased to report that several faculty have already expressed a desire to work with us.
